Introduction
International fieldtrips are a distinct and integral feature of most geography degrees in the UK. Increasing opportunities for international travel have enabled students to benefit from experiencing other places, landscapes and cultures (McGuinness & Simm, 2005) . The benefits of fieldwork for academic development, skills acquisition and practice and social integration are well rehearsed (Kent, Gilbertson & Hunt, 1997; Fuller, Edmondson, France, Higgitt & Ratinen, 2006; Fuller, 201; Stokes, Magnier & Weaver, 2011) , but there are significant academic and personal challenges associated with international fieldwork, such as logistics (Marvell, 2008) and encountering the othe Smith, 2008; Robson, 2002 ). An on-going debate focuses on the extent to which students begin to comprehend and understand how that place functions. Can students unravel the often complex and changing geographies from secondary sources, a limited time spent in-the-field and, most critically, limited contact with local people, often with language barriers? Or does it remain an a tifi ial a d supe fi ial e pe ie e ha pe ed the o eu isti pe spe ti e of the tou ist gaze (Urry, ? Ho do stude ts pe spe ti es ha ge e ou te i g a u fa ilia a d ofte halle gi g environment? As " ith : des i es, field o k p a ti e itself is a i te sel e odied a d e pe ie tial fo of lea i g a d tea hi g that e ui es e gagement with that locality. Not only do students have to comprehend the geography of an unfamiliar environment, but often have to deal with their own relationships towards that place. Studies have focused on the affective domain and ho the lea i g a d tea hi g st ategies adopted a i flue e stude ts e gage e t ith the fieldwork locality (Boyle et al., 2007; van der Hoeven Kraft, Srogi, Husman, Semken & Fuhrman, 2011) . Savin-Baden (2008: 7) describes learning spaces as pla es of e gage e t he e ofte dis o e ted thoughts a d ideas, that ha e ee i hoate, egi to ohe e as a esult of ei g i a pla e o position that stimulates a creative shift in perception or understanding. In other words, academic situations are viewed with a new and fresh perspective. New and unfamiliar localities are often liminal in nature, requiring the student to create their own relationship within that place. Often, the appropriation of space for a specific group, such as tourists, is challenged when student groups are plu ged i to o e u fa ilia a d halle gi g ultu al e i o e ts o dist i ts Nieto, . Such spaces of learning can be viewed as disruptive spaces that challenge the individual student to ake se se of hat the a e e pe ie i g (Savin-Baden, 2008) . International fieldtrips clearly fit into this classification; the direct experience of being in situ offers multi-sensory exposures to environments (Tuan, 1977) , and the opportunities for exploration create a greater sense of adventure and discovery. Such experiential learning leads to greater interaction with that environment, which can lead to transformative learning at both personal and academic levels ( 2008) . Being in situ also enables theory to be better linked to reality, principally an appreciation of interconnectivity and scale and, by appl i g a geog aphe s e e , to unravel the palimpsest of geography, history, society and culture in order to better understand that place. First-hand experiences enable more relevant and contextualised learning, resulting in active and deep learning, which is often transformative (, 2013) . However, as della Dora (2011) recognises, it is not just international fieldtrips that offer unfamiliar localities; students may encounter unfamiliar environs in their own country. In addition, some commentators suggest that there is a tendency for fieldtrip destinations to gravitate towards English-speaking nations (McGuinness & Simm, 2005) , whilst others make use of representatives with some English competence (Smith, 2006) .
Using K ath ohl s ta o o of the affe ti e (Krathwohl ., 1964) , which deals with the processes of emotions, feelings and values, can help us to understand better the academic and personal issues encountered by students undertaking international fieldtrips. The immediacy, relevance and emotional engagement of being in situ a aptu e stude ts atte tio a d i ease oti atio (Ballantyne, Anderson & Packer, 2010) . During immersion in an unfamiliar and challenging environment or situation these attributes are heightened to strongly influence the affective domain (van der Hoeven Kraft et al., 2011) , often resulting in different individual responses (Ishii, Gilbride & Stensrud, 2009 ). Wright & Hodge (2012) describe the emotional geographies of cross-cultural e pe ie es o fieldt ip as a p ofou d lea i g e pe ie e edole t ith e otio which is t a sfo ati e a d halle ges stude ts o pe spe ti es of so ietal o e tio s a d di e sit . Boyle et al. (2007) report that, whilst experiencing some apprehension and anxiety, students recognise the positive outcomes of being challenged by an unfamiliar environment. This is further explored by Glass (2014) , examining how local and external factors can generate positive and negative experiences that may affect stude ts e pe ie es of a pa ti ula pla e o t ip. Students respond in different ways to field stimuli and learning and teaching methods (Dunphy & Spellman, 2009) . Van der Hoeven Kraft et al. (2011) discuss different affective domains, examining how selfeffi a , p oso ial oppo tu ities a d pla e atta h e t i flue e stude ts oti atio s to e gage and learn.
The ways in which students and staff encounter a particular place are important. Traditional tea hi g app oa hes of stop-and-look at a lo atio ofte o l p o ide a seg e ted a d li ke ed perspective, but the whole fieldtrip experience, from start to end, should be recognised as part of the lea i g e pe ie e. Mo ile geog aphies , he e pla e a e e pe ie ed t a siti g through that space, changes temporally as well as spatially, has been under-recognised by the pedagogi lite atu e o field o k. U de taki g slo geog aph , i ol i g taki g slo e fo s of transit, such as walking (Bassett, 2004) , can immerse participants in their surroundings because they observe more at a steady pace o d ift A de so , , and enhance their spatial connectedness through exercising navigational skills. This counteracts the sense of geographi al u o e ted ess and temporary disorientation caused by, for instance, emerging from a station on an underground transport network into an unfamiliar locality.
The use of appropriate learning and teaching strategies is important to facilitate engagement and understanding of a particular locality or experience. Different media have been trialled to encourage students, firstly, to observe and critique their surroundings in a more academic manner and, secondly, enable communication of the identified geographical narratives of that place. These media have included posters (Saunders, 2010) , repeat photography (Lemmons, Brannstrom & Hurd, 2013) , podcasts (Anderson, 2013) and audio-guided tours (Wissmann, 2013) . Saunders (2013) critiques the use of one-way audio-guides, and argues that self-authorship is important for engaging students with their environment. Scholarship and self-authorship can be used as a vehicle for influencing the affective domain and thereby facilitating transformative learning, leading to a more critical engagement with place. A reflective and metacognition approach, focusing on selfawareness, is viewed as essential for self-awareness and deeper learning (Moon, 1999; Ballantyne et al., 2010) . Self-reflexivity, with appropriate scaffolding by tutors, becomes particularly important when faced with unexpected and uncomfortable encounters (Glass, 2014) . Field journals and reflective diaries are often the most effective way of facilitating this (Dummer, Cook, Parker, Barrett & Hull, 2008) .
This study examines the use of student-led learning and teaching presented by Marvell et al. (2013) . Based on final year undergraduate fieldwork in Barcelona, Spain, this study stude ts e pe ie es of pla e o i te atio al field o k; se o dl , examine how and why stude t s feeli gs a d e otio s change from their preconceptions during the fieldtrip to acquire a sense of place; and, thirdly, to evaluate how transformative is the development of a sense of place to their learning, with the affective domain, and to explore the links. Through a series of staff-and student-led learning situations, students were exposed to a series of active learning scenarios which have the potential to facilitate psychological change through self-awareness (Cook, 2008 . This paper attempts to better understand how the learning and teaching strategies, combined by immersion in an unfamiliar e i o e t, affe t stude ts lea i g e pe ie es th ough the affe ti e do ai K ath ohl) and cyclic experiential learning (Kolb) combined with critical reflection (Mezirow) and transformative learning.
What is, and why consider, place ?
A place can be considered as a palimpsest, a multi-faceted landscape which exhibits multiple identities that may vary temporally, spatially and individually. Place consists of physical, social and cultural aspects, the site-specificity of the locales bound together by meanings, symbolism and asense of belonging (Sampson & Goodrich, 2009 Tuan (1975: 164) argues that to k o a pla e ell e ui es lo g eside e a d deep i ol e e t , he eas a sho t sta a o l p o ide a i sta ta eous a d mostly visual snapshot. However, gai i g a se se of pla e is central to the understanding of a geographer of a particular locality. Tuan (1975) further comments that time spent in a place does not ensure experience, but engagement with that place. The adoption of learning and teaching strategies to enable students (and staff) to e ou te a d get k o a pla e ette (Burgess & Jackson, 1992) . For the student, the acquisition of a greater sense of place can, firstly, help to understand the characteristics and functioning of a particular locality; secondly, help to gain a fuller understanding of the complexity of geographical issues within the local context of a case study; thirdly, to reconcile academic knowledge and understanding with reality and practice. Although the isito a ot gai a o p ehe si e k o i g of a pla e, e plo i g a ade i skills it is hoped to e eal ot o l the s olis a d ea i gs of the pla e to the people the othe ho i ha it that space, as well as a more acute awareness of the i flue es o the isito the self to that place. (Krathwohl, Bloom and Masia, 1964) is similarly built on a hierarchy of steps, described as: firstly, Receiving describ the stage of being aware of or sensitive to the existence of new ideas and being willing to tolerate them; secondly, Responding refer to actively responding to a new challenge to o e s o k o ledge, u de sta di g o e pe tatio s; thi dl , Valuing mean a willingness to engage with new ideas to make a value of judgement; fourthly, Organisation relating the new value to those one already holds and bringing it into a harmonious and internally consistent philosophy; culminating in, fifthly, Characterization refer to acting consistently in accordance with the values the individual has internalised. The i te a tio of Bloo s a d K ath ohl s s he es suggests that learning is reinforced by knowledge building on experience by the learner adapting prior knowledge and understanding to new, often challenging, situations. Mezirow (1990) examined further how, as learners, we make sense of an experience, and subsequently use this interpretation to some purpose (such as decision-making or action) that results in meaning becoming learning. Mezirow e og ises the edu atio al aggage that e all a , ou f a es of efe e e affe ti g the a i hi h e i te p et ou e pe ie es. "u h aggage i ludes ha itual a d pe spe ti es of meaning. The former are what we expect to see and think, whilst the latter are where new experiences a assi ilated i to o e s o past e pe ie es to f a e i te p etatio Mezi o , .
Educational theory
Central to resolving internal conflicts between our perception and cognition is critical (self-) reflection, a process by which epistemic, sociocultural and psychic distortions in our reasoning and attitudes can be acknowledged and new meanings validated. Such critical thinking can ultimately lead to transformative learning (Brookfield, 2012) , especially when challenged by unfamiliar encounters. As Kolb states, lea i g is the p o ess he e k o ledge is eated th ough the transformation of e pe ie e Kol , : and such experiential processes are cyclical involving experience, reflection, conceptualisation and experimentation (Healey & Jenkins, 2000) .
Traditional geography fieldtrips mostly address the cognitive (e.g. knowledge being imparted by tutors to students on a tour) or kinaesthetic (e.g. collecting data in the field under direct or semiindependent supervision). Such challenges are often mostly acutely encountered during residential fieldtrips particularly to distant and unfamiliar localities (involving short or long haul air travel). I teg al to u de sta di g stude ts esponses to international fieldwork is for tutors to aware of Pede so s ultu e sho k odel. Whilst traditional learning and teaching approaches typically fail to address the affective domain satisfactorily, innovative educational approaches on fieldt ips a e utilised to e ha e stude ts lea i g.
Background to the module
This stud is ased o the I te atio al Field o k odule offe ed the BSc Geography course at Bath Spa University, UK. an innovative student-led teaching, that is appropriate for (international) fieldwork at higher levels. This is done through placing responsibility on the students so that there is a vested interest in others as well as their own learning undertake critical self-appraisal of field experience. This optional module is delivered through a series of lectures and workshops, culminating in a 5-day fieldtrip to Barcelona, Spain. For a typical class size of 25-30, students work in 5-6 groups of 4-5 students per team. The remit is to deliver a 90-minute presentation supported by an activity in-the-field with the aim to encourage students to apply prior learning and understanding to a project in a new environment. Groups identify a topic to research, plan and prepare. Each group submits a pre-placement report outlining their project, proposed itinerary and activity, which receives formative feedback from tutors. The structure of the fieldtrip a staff-led familiarisation tour, then reconnaissance time, followed by two days of student-led tours. Students are also involved in the logistics of fieldwork, to take possession, thereby making their learning more meaningful. Using a draft script with supporting handouts, groups make a reconnaissance trip to their field sites in order to amend, update and practice their presentation and activity. The field activity element is designed to encourage the student audience to participate fully in the presentation, to encourage increased engagement thereby promoting more interaction and debate. Each morning, students are given a self-reflective question which is either written in their field or delivered in a group video-blog undertaken in-the-field. Typical daily reflective questions include: (i) What a e ou fi st i p essio s of the it ?; ii hat is pla e a d hat gi es Ba elo a its se se of place?; and, (iii) how have your impressions/ perceptions of the city changed and why? At the end of the fieldtrip, an over-arching self-reflective theme is announced, which draws upon stude ts experiences and self-reflective entries during the field course. Students are given time after the fieldtrip to reflect and to consult the pedagogic literature a ssay
The methods are designed to engage students more with their environment, affecting students across the multiple registers of learning. These domains are affected by ai t pes of e pe ie e : firstly, through immersion in the general environment of that place; and, secondly, the student-led teaching strategy whereby students learn from their peers about that place. For the latter, the cognitive domain (groups researching and teaching about the topic) and kinaesthetic domain (through the field activities) influence affective This stud fo uses o the stude ts ge e al experiences influencing the affective domain during the fieldtrip. Self-reflection is an important tool for understanding changes in affective domain, so the daily reflective entries written during the fieldtrip were used. Self-reflection that is immediate or recent offers unique insights, most notably an immediacy, which can reveal freshness, emotion and honesty from being in an unfamiliar place and/or circumstances, before such feelings subside, blurred with subsequent experiences, or forgotten. Soliciting immediate reactions may reveal the personal journeys of students during the fieldtrip, and whether the learning and teaching strategies encourage students to engage more with the field environment. also offers a contextualised perspective by taking place in situ, relevance (the there-and-then), it can be used to challenge perceptions and make sense of initial reactions, as well as being personal. A thematic and coded analysis was undertaken to identify recurring ideas within the sources and allowing triangulation of responses (see Marvell et al., 2013) . Whilst some of the quotes are generic, many can be attributed to specific stages in the learning and teaching strategy, in particular whether preparatory stage or delivering or receiving a field presentation. The experiences of student-led tea hi g a d lea i g st ategies e e apped agai st K ath ohl s taxonomy of the affective domain.
he reflective revealed a series of themes revealing the personal journeys of the students during the fieldtrip, and providing insights into the affective domain which lead to growing awareness and understanding of that place.
Preconceptions and expectations
Preconceptions are informed by students prior (travel and life) experiences. Preconceptions based o p io isits a e pola ised, eithe ose-ti ted e olle tio o so e egati e e pe ie e entrenched internally over time, which may be or reinforced by preparatory activities such as navigating Google Streetview. Secondary sources such as guide books and marketing imagery of the destination will reinforce sanitised tourist images. The personal observations and advice of tutors may influence students in diverse ways as unintended messages (Cotton, Winter & Bailey, 2013) .
Encountering the unfamiliar
Upon arrival at the destination, students are faced with a mix of emotions as they encounter the unfamiliar and vibrant locality such as the city centre of Barcelona. However, as students spend more time in the city, the reveal growing awareness that it is themselves, as visitors, ho a e out-of-pla e in relation to both the environment and local people, o espo di g to Pede so s Reintegration stage. The initial perceptions of being branded as a tou ist a d ot fitti g i e ol e i to a wrangling with a self-perceived stigma and even guilt of being a tourist. Students bemoan the saturation of the locality with tourists but recognise that they are part of the issue: Prior warnings about personal security are reinforced when, in tourist areas, concerned local people offer advice and warnings. Often, a contradiction arises in commentaries where the student feels more comfortable in tourist areas but remains concerned about the risk of petty crime.
The desire for authenticit of e perience
"o e stude ts lea l ea fo a pe ei ed o e authe ti e pe ie e, e oa i g that the tourist areas are too tourist-oriented and English-speaki g. "tude ts o p e o eptio s of hat should e a eal a d authe ti e pe ie es are projected on to that place. In particular, there was the lu i g of hat is eal fo lo al people and what is aimed at tourists, for instance: A recurring theme is that students quickly recognise that venturing away from tourist areas is important for gaining more representative insights of what the city is really like for the inhabitants:
M guide ook … appeared to ra k sites arou d the city in order of importance, forcing a parti ular i pressio o a ge eri tourist, ut I glad e sa a i …a d ot just [ hat] e had to see. (#9, Student 11, F, , 2014) [A1 to C1]
The de a atio et ee tou ist fa ilia a d safe a d non-tourist (unfamiliar, threatening) areas that exists in the minds of some students is only broken down by exploration of those environs, either independently or through staff-led activities.
Exploration and (self-) discovery
The structure and schedule of the fieldtrip was designed to offer opportunities for students to explore the city. Firstly, the staff-led familiarisation exercise upon arrival in city provides a structured and supported way of gaining confidence to navigate the city, whilst starting to break away from a tourist perspective. On the first day, during self-navigated group tours around contrasting central districts of the city, students filmed a video blog to encourage more observant and critical geographical perspectives of the geographical issues they discovered:
At first the task of creating a short ideo see ed dau ti g ut … fil i g ea t I took [i ] ore of hat as arou d e. (#10, Student 25, F, , 2011) [B1]
This group activity clearly enabled students to feel more confident and to start to understand the place by adopting a more critical academic perspective of their new surroundings. As their confidence to navigate grows, their ability to make sound judgements about exploring the city clearly improves and afte a fe i utes of alki g a ou d, e sta ted to u de sta d the la out a d felt o fide t e ough to use s alle a k st eets #11, Student 3, M, , 2012) [B2 to B3].
Secondly, the reconnaissance day is important for each group to exploring their study sites. Students comment on how different the place actually turns out from preconceptions based on secondary sources. Finally, allowing students free time to explore the city independently cannot be underestimated as part of the learning process and experience of the city, initially staying close to the hotel but, with growing confidence, exploring other areas:
The orth of El 'a al, o the other ha d I felt at ease, … the ars are full of stude ts. Ho e er, we came across some saying no tourists allowed! -Unwelcoming, but I thi k it s good i a a . (#12, Student 13, F, , 2012) [2 to 3]
When given the opportunity to explore the city, students clearly gain confidence and start to feel more comfortable and secure with their environment. Exploration and a sense of discovery clearly enhanced their sense of place:
Bei g let loose as it ere, and being left to discover an area on our own [reconnaissance day] ithout i flue e fro tour guides or those i the k o le turers … allo ed us to effe ti el o d ith … [our lo atio s] a d left … us ith feeli gs of e ite e t. (#13, Student 2, M, , 2011) [B2]
O e stude ts e o e o e fa ilia ith the desti atio , su h i itial ultu e sho k appea s to subside, and students expressed a growing sense of feeling comfortable with their surrounding urban fabric such as the historic buildings or eclectic collection of specialist shops found in some dist i ts Pede so s Autonomy and Interdependence stages). Students may be distracted by differences such as visual statements of discontent and territorial expression, namely graffiti which may be re-conceptualised in an over-romanticised perspective. There was initial surprise for local issues, such as the patriotism displayed by the Catalan flags on the households, and a growing awareness and empathy for the political issues:
The ello /red flag surprised e … I had t realised ho i porta t this see s to e for the lo als. (#14, Student 4, F, , 2014) [2 to 3]
I pa ti ula , e e t politi al e e ts ha e sig ifi a t i flue e o stude ts pe eptio s a d experiences. For instance, students quickly notice and enquire of tutors about the commonplace Catalan pro-independence flags. One year students encountered an austerity demonstration by ; the next day the cohort thought the noise emanating from street was another demonstration but were surprised when they discovered it to be a cultural procession led by school children.Encountering the unfamiliar can prove a liberating but also a threatening experience and needs to be carefully managed. Some concerns can be reinfo ed egati e e pe ie es, su h as it felt as if e e e ot uite el o e, e e e o iousl tou ists … and so it felt a little awkward #15, Student 20, M,
Gaining a sense of place
The reveal how stude ts sta t to e gage ith the city. Spatial differences are a common theme, recognising the varied characters of districts of the city, acknowledging ultiple ide tities … aki g it difficult to conceptualise Barcelona as a whole one city (#16, Student 20, F, , 2011) [4] . Urban change and transformation, usually referring to building constructions, is another key theme, but the i of old a d e a hite tu e is, pe haps su p isi gl , not mentioned too frequently.
There was an increased awareness of history and, more perceptibly, of layers of representation and symbolism in the urban fabric and culture, such as the monumentalisation of public spaces with art or street names celebrating historical Catalan figures. Students started to recognise issues of national identity, often stimulated by the profusion of Catalan (pro-independence) flags, often describing it with p ide a d community . Strongly influenced by academic and tourist sources, students try to make sense of the Catalan identity through architecture and art. A se se of elo gi g is ofte e tio ed i asso iatio ith the histo i , although the te is poo l conceptualised i stude ts a ou ts.
Defining place influenced by the affective domain
How do the stude ts e pe ie es i flue e the affe ti e do ai , fa ilitated the fieldt ip s structure and learning and teaching strategies lead to better engagement with place and affect both their personal and academic development? A qualitative indicator is to consider student definitions of place. Students initially see place as the unique physical and social characteristics of a locality, but start to adopt a more critical interrogation of the concept. Interpretations include an emphasis of community and identity, hi h e ol e i to a se se of ea i g to the i ha ita ts and their utilisation of that space: The e og itio of the stude t s ole as othe i that pla e a ofte de elop a awareness of place from different perspectives, and a more acute self-awareness of the transient nature of the character of places:
[O the re o aissa e da ] e fou d a … pla grou d … it as full of hildre pla i g happil and gave a positive sense of place. However, when we came back on our tour the children had go e a d t o er seed e ere i their pla e. I sta tl , the se se of pla e had ha ged. (#24, Student 15, , 2013) [B3 to B2]
A se se of a stude t s relationship with the place, and their reconciliation with theory, clearly evolves with emotional maturity during the fieldtrip. For instance, d a i g upo Masse s ideas one student e og ises that o e tio s a e eated a d oke : Pla e is a fluid e tit , constantly changing its appearance to the observer #25, Student 12, M, , 2013) [B5 or C5].
Changing relationships with place
By the end of the fieldtrip, there is clear evidence of the realisation that preconceptions are invalid. This may, in part, to a growing sense of feeling comfortable in that environment, but also to a personal maturing through influences on the affective domain. A more nuanced sense of place starts to evolve through this process, but deep-rooted concerns of personal security or gender issues may persist. For some, there is recognition of the naivety of the tourist perspective: For some this awareness is associated with a particular occurrence, whilst others report that their ha gi g pe eptio s ha e ee g adual #27, Student 4, M, , 2013) [2] through progressive exploring of the city challenging preconceptions gained from secondary sources. A sense of place is undoubtedly created by the overall novelty of the field experience (Cotton & Cotton, 2009 ), but powerful memories can also be created by individual occurrences: They also start to compare what they see to their own surroundings back at home and growing awareness of social and political issues facing the city such as housing inequality or the proindependence movement. Most students express a more positive experience as their time in the city progresses, but the intensity of the field experience, combined with the responsibility of presenting in situ (cf. Marvell et al., 2013) resulted in increasing levels of fatigue. However, for a minority of students, their affective experiences appear to induce negative sentiments. One student continued to find the city o e ea i g a d se si g the da ke side a d po e ful gothi of the it … ith i eased i te sit as ti e e t o #33, Student 9, M, , 2013) [B3 to B2]. Another student acknowledged that he had set his expectations were initially too high as [he] as t o pletel o ecting with any of the districts #34, Student 9, M, , 2013) [B2 to B1]. Perceptibly, one student recognises that the ie e s e path is i po ta t:
M i itial i pressio s … [ ere of] a ho oge ised it that has e perie ed ultural dilutio as a result of its fo us o touris … soo faded as

I ha e realised that so e peoples se se of pla e is u de eloped as the a fi d it diffi ult to
connect with their emotions. Because of this they cannot relate a pla e ith perso al feeli gs. (#35, Student 4, M, , 2011) [C5]
I o de to ette u de sta d ho stude ts lea i g e pe ie es a e t a sfo ed du i g this model, Table maps the learning activities prior to and during the fieldtrip onto K ath ohl s taxonomy of the affective domain. As revealed by personal reflection, transformative learning occurs in different ways at different stages for individuals. Students can show progression through the hie a h of K ath ohl s stages p og essi g e ti all do Ta le ) or through experiencing the learning and teaching strategy (progressing horizontally across Table ) . Table identifies several cycles at which transformative learning can occur and be reinforced by subsequent or different learning experiences. The student-led teaching strategy employed by Marvell et al. (2013) means that all students will encounter each cycle. The first affective cycle (A1-5) occurs prior to the fieldtrip, during planning and preparation for the group presentations, students acquire expectations and challenge their preconceptions mainly from secondary sources. The second affective cycle (B1-5) du i g the e o aissa e a d field deli e of the g oup s p ese tatio , a d the thi d affe ti e cycle (C1-5) refers to the experiences as the audience of each field presentation. A fourth, and generic, affective domain is experienced during non-formal teaching times, when students are travelling or exploring the city. During each cycle, students are affected by all domains and, depe de t upo a i di idual s le el of e gage e t, ea h stude t a e halle ged at a of these stages. For example, students visiting their field sites for the first time will often discover that place to be different from their expectations and preconceptions [B2 of Table , and a student listening to a field presentation may more critically question what a fellow student says (cf. Marvell et al., 2013) [C3 of Table ] . Thus students may progress either collectively as a group or individually tudents p og ess th ough K ath ohl s hie a h at diffe e t stages, outes a d ates of p og essio th ough the learning and teaching cycles. To illustrate this, Table maps the quotes from this paper onto this model. For Table , the categories for delivering (B) and receiving (C) a group field presentation are clumped together as both are experienced by all students at some point during the field trip, and so the desired learning outcomes are more important that the route. Natural progression can occur up the hierarchy during a cycle (e.g. Quote 6 shows progression from A2 Responding to A3 Valuing) or as a student moves from one learning and teaching phase to another (e.g. Quote 8 progresses from A3 to 3 revealing clear application to being in situ). Most quotes show a single-step progression in K ath ohl s hie a h , suggesti g logi al de elop e t, ut so e e eal a ju p e plo i g higher-level cognitive skills (e.g. Quote #30 moves from 3 to 5 of Table ) . However, whilst most of the selected quotes reveal clear progression following Krathwohl taxonomy, some can display retrogression in their academic; for instance, Quotes #24 and #33 show negative reinforcement of preconceptions (moving from B3 to B2). However, the situation is complex, for instance with a peer audience reacting not only to what the presenting group is telling them, reacting with their immediate environs, and resolving these with his/her own knowledge, understanding, experiences and preconceptions.
[INSERT TABLE HERE]
As the quotes reveal transformative change can occur in different ways and at different times: for some it arises from a dramatic event (Quote 28), gradual, fast or slow, or even subconscious. As such the quotes reveal more about the individual than about the place. There is little evidence to suggest that students are writing what they believe tutors want to read; tutors provided a framework for self-reflection (mostly facilitated through the daily reflective questions issued on the fieldtrip) within which students had freedom to express themselves. However, some students clearly struggle to articulate why their observation is important (e.g. Quote 36). However, the quotes evidence that metacognition and critical reflection are clearly achievable by either the delivering (B) or receiving (C) field presentations, whilst the lack of A4 or A5 indicates the experiential value of fieldwork.
How and why do changes in the affective domain happen?
Firstly, being in situ and the value of cultural immersion cannot be underestimated (Pederson, 1995; Nieto, 2006) . Students acknowledge that seeing the locations for first-hand was important. When planning and preparing their group talks, students use reconnaissance tools (such as Google Earth and Street View) and reading (e.g. local history and guide books, journal articles). However, stude ts o o l epo t that the e o aissa e isit to ea h g oup s stud site is diffe e t f o expectations. Often, students are surprised by the opportunities that were not previously spotted during the planning stage before the fieldtrip. This means that students have the opportunity to adapt new examples and materials into their talks. The particular day or time a locality is also visited is also important, and can often have a significant influence on personal views of the city.Secondly, interacting with a place also appears important for understanding connections, and unravelling how that place functions. In particular, visiting non-tourist areas gives students insights into the broader functioning of the city and its people. Students start to differentiate between different sections of society, and between tourists and local people, displaying a keener eye for observation and growing awareness and understanding of the inter-relationships in that place. Thus students start to make links between, for instance, identity and a sense of place. Such feelings are often expressed in su je ti e te s, su h as a good feel for the it [italics inserted for emphasis], whilst some students clearly start to relate their prior research to the geographical contexts that they discover in situ. Some students express a growing desire to take something away from the experience that will inform not only their academic studies, but develop them personally:
Learning to appreciate a different culture and way of life of people is important to take away with me. #36, Student 6, , 2011) [B3 or C3] reating an affinity with a placeappears to be important to this process. projects on a topic developed semi-independently as a group delivered in situ aving taken control of a section of the fieldtrip not only creates a sense of possessio f. Marvell et al., 2013) but also an affinity with that particular place. An integral part of this is the growing emotional attachment that students appear to develop. This is facilitated, firstly, by the translation of time and effort planning and preparing to the intense, shared experience of the delivery of the group talks: As Saunders (2013) notes, self-authoring is important fo eati g a se se of possessio of the fieldtrip. The function of leading the field class, presenting a group talk and activity to peers in situ leads to students becoming more involved, partly because of the investment of their time and effort in prepa i g a d pla i g talks ut also e ause of ei g i situ a d utual espe t of ea h g oup s contribution (Marvell et al., 2013) . Furthermore, the intensity and compatriot nature of the studentled teaching element results in an emotional attachment with the study site, which is then conveyed through their presentations and activities. Staff-led and delivered tours are typically restrictive and may lead to limited or selective engagement by students. However, providing students with the opportunities to navigate and explore the city for themselves can be a liberating experience for them. The benefits of free time to explore the city should not be underestimated, studentsexperiences their fieldtrip notebooks.For instance, some students may develop a passion for local attributes, such as support for the local football team following a tour of the stadium or, more effectively, as a spectator attending an atmospheric evening game. Placing students out of thei o fo t zo e i to o de la d spa e of learning (Savin-Baden, 2008 ) is important, but must be carefully managed. Some students may have concerns and fears reinforced, and may try to resist any transformative learning, whilst others will find the process liberating and display personal affective growth that will often be translated into more critical awareness and. Factors which may restrict enhancement of the affective domain include: firstly, preconceptions and the level of preparedness; the level of confidence to explore and interact with the environment beyond tourist a eas; thi dl , the pote tial u le effe t he e the g oup s o p ese tatio a d assess e t becomes all-consuming focus, limiting openness to experience other things; and, finally, the intensity of experience may heighten the senses, but may lead to feelings of being overwhelmed or fatigue, and so reflective time is needed. Marvell et al. (2013) critique that, whilst student group p ese tatio s a d a ti ities a e of a ia le ualit a d a o p o ise stude ts lea i g, their value in stimulating mutual respect and interest cannot be underestimated. Sharing their observations and experiences can prove effective for reflective and metacognitive understanding (Ballantyne et al., 2010) .
Conclusions
As Bu gess & Ja kso : su ise, e ou te i g a u fa ilia pla e e ui es the stude t to open yourself up to the urban experience, and to describe and interpret the symbols and meanings that are conveyed through that e pe ie e. The offe sou d ad i e that hilst, as a outside the student is not familiar with the local ways and subtle nuances of how society works, the stude ts pe eptio s a e o e a ute that the i side s ha itual e pe ie e. Thus it is possible, even during a short stay fieldtrip, for the student to observe and make realistic interpretations of that place (Burgess & Jackson, 1992) . However, this stud has sho that stude ts e pe ie es of fieldwork are complex and varied, and an understanding of these experiences can assist in the designing of effective learning and teachings strategies on international fieldtrips. Preconceptions are tempered with planning and preparation, but mild culture shock is common. Exploring the locality, either independently (free time)semi-independently (reconnaissance day) or staff-led activities are powerful agents for evolving personal relationships with the locality. This can be focused through self-authorship (Saunders, 2013) . Taking responsibility for part of the field tripdelivery of a presentation and a field activity in situ -means the groups need to be well versed in the academic application of knowledge and understanding of geographical issues, as well as dealing with logistical issues, encountered at that locality. This naturally tends to create a greater sense of affinity and engagement with that place, which often translates to more involved learning. In additio , t a sit spa es, o i g f o lo alit to a othe , as ell as f ee ti e to e plo e a d discover are often important but under-utilised spaces of learning, and need to be better integrated into the learning and teaching strategies adopted for fieldtrips. his may be an artefact of the selfreflection process, emphasises the need for training and practice in writing. tude ts e pe ie es o international fieldwork combine cognitive, kinaesthetic and affective domains. The cyclic nature of the learning and teaching strategy, involving student-led field presentations and activities, means that learning is experiential and promotes critical engagement. Also important the facilitation of reflection of the learning and teaching methodsthe e i o e t, a d the stude ts e pe ie es both aspects.The themes identified from the quotes show clear progression in the Krathwohl taxonomy of the affective domain, o i ed ith Kol s le of e pe ie tial lea i g, indicating that the student-led teaching approach is an appropriate strategy that facilitates transformative learning through experiential learning and critical reflection, and demonstrating that meaningful learning about a place can be gained even during a fieldtrip of short duration.
